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Abstract

Teacher Behavior in Desegregated.Schools

As part of the desegregation plan in the City of Detroit, teachers in
recently desegregated schools were involved in an in-service program
designed to.provide for equal instructional opportunity in each of the
involved classrooms. As part of this program teacher-student inter-
action data were collected in each teacher's classroom using the
Brophy-Good Interaction System. These data were standardized for each
classroom to produce an inde,, of the extent to which the allocation
of instructional-opportunities was proportionate to the distribution
of students in the class. The results of this study indicated that
Black students and males received a greater propo t-tiz.z.. of the class-
room interactions than did white students or fema4es, and that both
male and female teachers acted in very similar ways with male and
female students. A "croso-race" effect between white teachers and
their students was also noted, with Black students receiving a dis-
proportionate number of interactions.
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2.

Teacher BehaVior in Desegregated Schools

Teacher-student interactions in the classroom are at best un-

even with some students receiving greater quantities of teacher

contact than others (Good, 1970; Jackson & Lahaderne, 1967; Kranz,

Weber & Fishell, Note 1; Mendoza, dood,. & Brophy, Note 2). Several

studies h. also shown some etudents to receive quantitatively.
\

superior treatment from their teachers (BroPhy & Good, 19701 deGroat

& Thompson, 1949; Good & Brophy, 1972; Rist, 1970; Rowe, 1969),Silbere,

man, 1969). As has been pointed out elsewhere (Good & Brophy, 1971).

previous investigators have consistently been able to demonstrate the

effects of differential teacher behavior toward students, differing on

characteristice such as achievement level, sex or socio-aconOmic level.

These kinds of studies acquire particular significance when extended

to situations involving the variables of student and teacher race.

Though the Brownvs. Board of Education (1954) school desegre-

gation decision has had wide impacL with regard to the integration of

American schools for the purpose of providing for equal educational

opportunity, it continues to remain LAI unanswered question as to

whether or not black and white children receive the same quantity and
\

quality of instruction even though they are in the same classroom.

Previous research on a number of other student character

/
they effect instruction, clearly suggests that race may be ..treme-

ly important variable. Indeed, several studies have already examined

the variables of teacher and student racial and. ethnic variables as



they influence the quantity and quality of classroom interaction

(e.g. Byalick & Bersoff, 1974; Cay, Noce 3; Jackson & Cosca, 1974;

Rubovits & Maehr, 1973; U.S. Civil Rights Commission, Note 4).

Rubovits and Maehr (1973) report what they call a "disturbing

instance of white racism" in that Black students in their sample were

given less attention, were ignored more, praised less and criticized

more than white students by the sample of white teachers. Their re-

sults indicated that white students received far more attention in

general than did the Black students. Using a sample of both white

ana Black teachers, Byalick and Bersoff. (1974) in their study of

inforcement practices in i5t.egrated classrooms, fovad that teachers

reinforced opposite-raced children more frequently than they did

children of their own race..

The U.S. Civil Rights Commission (Noce 4) in a series of studies

on the education of Mexican-American youth in the Southwest found

disparities in teachers' behavior with Anglo and Chicano students in

six of the categories on the Flanders System of Interaction Analysis

and ia each case the treatment was in the favor of the Anglo students.

,A study by Jackson & Cosca (1974) using a modified version of the

same observation system, supports these results-by finding signifi-

cant disparities in fevor of Anglo vs. Chicago students on each of

the following three variables: teachers' use of praise, acceptance dr

use of Anglo ideas, and number of questions directed toward students.

I both of these studies, Anglo and Mexican-American teachers were

5



4.

both found to provide more favorable treatment to Anglo students than

to those who were Mexican-American.

Gay's (Note 3) research on teacher behavior with Black and white

;

students demonstrated that all teachers acted similarly in differ-

entiating their verbal behaviors with Black and white students,: that

Mack students did not participate as.often as white students in

class discussions, and that white students participated in more aca-

demic and substantive.ways, and received more encouragement and'praise

from teachers, while Blacks participated more in procedural and be-

havioral or discipline interactions. According to GaY (1975) it

.makes little difference Whether teachers are-Black or white, or teach-

ing elementaryor secondary classes, they expect the quality of white

students' classroom participation to be better than.Black students'.

Aware of the research findings which indicated student ethniCitY

to be a major determinant of teachers' expectations and interactional

behaviors, and the results of a local survey (Detroit Public Schools,

.:Note 5) suggesing that teachers did'not believe that they had.differ-

ent expectations for Black,and white students, and faced with a court-

ordered desegregation plan to be implemented in February, 1976, the

Detroit Public Schools undertook a large scale in-service program

through which it hoped to insure the delivery of equal quality edu-

cation to Black and white students alike.

This In-Service Training Program for Detroit teachers in re-

cently desegregated schoOls tookqlace in four stages. During the
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first stage, 1500 teachers from 80 schools attended, on a Voluntary

basis, one of five weekend meetings. The purpose of these meetings

was to deal with the effects of teacher expectations, beliefs and

attitudes on pupil behavior. More specifically, these meetings

focused upon teaching in a multi-racial, multi-ethnic school system

'with presentations and exercises having knowledge and attitude as

opposed to skill development objectives. The major purpose of these

weekend workshops was to establish enough rapport between the teachers;

the meeting leaders, and coder-observers so that the teachers Would

be willing to participate in what was expected to be the major part

of the treatment and allow themselves to be observed while teachinF,

a lessam in thelr cls

Following these.weekends, train4 observers entered the class-

rooms of the participating teachers and coded the interaction between

these teachers and their students. The participating teachers repre-.

sented all grade level's, kindergarten through 12th grade. The ob-
,

serVation system, a modified version of the Brophy-Good Interaction

Coding SysteM (Brophy & Good, 1970), produOed descriptive information

on the nature of this teacher-student interaction with specific in-

formation concerning teacher questioning patterns,.feedback :hods,

reinforcement and .criticism patterns as well as indices of pupil be-

havior and misbehavior.

Following this initial observation these descriptive data were

shared with each of the teachers as a/way of describing to them the

7



nature of their interaction with their students. PreviouS research

'
by Good and Brophy (1974) has shown that this form of feedback can be

very helpful in producing changes-in teacher behavior where necessary'.

Following this _edback coders then re-entered these classrooms.

-------
in order to make another observation of teacher-student 'interaction

1

in an attempt to determire to what extent feedback to the teacher had

effected their interaction patterns. The data reported in'this study

include only those collected during the first set of classroovlob-

servations, and are descriptive interaction patterns in a multi-racial

urban setting, as well as a set of pre-observations or baseline to be

compared at a later time with the second set of observations collected

after the feedback intervention aspect of the in-serviCe program.

Sample

Usable data were obtained from 306 classroms recently effected

by the Detroit court-ordered desegregation.7This included, the class-
.

rooms of 158 elementary-teachers, 99 middle school teachers and 49

high school teachers. -One hundred and sixty-one ok these teachers

were Black and 145 of the teachers were white, while 67 were male and

239 were female. Table 1 presents a further breakdown of the teachers

by sex, race and grade level.

I t

Insert Table 1 About Here



The sample of teachers wsas heterogeneous in terms of age, experience

and.subject mattevtaught. The average age of the teachers and years-

of teaching experience were 37.48 years (S.D..=11.1.5) and 12:04- years

(S.D.--,--8.75), respectively. White teachers tended to be older ( R agé---.

46.83) than Black teachers (5.: age=34.97) and white teachers tended to

have more years of teaching experience (R=l5,00 yrs.) than Black teach-

ers (9.70 yrs.). While subject matter taught,by teachera was not a
.10

major concern of this study, there was variatIon in the

academic subjects taught during the classroom observations.

Da'ta Collection

All teachers who attended one of the several weekend mE. .ings

were approached by the trained coders who-we-re part of the weekend

meeting staff to schedule an observational time for the following

week. The nature of the classroom observations was explained ko

teachers as an opportunity to gain more knowledge about their class-

room interaction patterns and instructional styles. Teachers were

told that the data froz individual observations Could only be meaning-

fully interpreted relatile to each teachers' leson goal anchthat

the data were most meaningful to teachers only when collected during

'an uncontrived teachet-sfudent lesson exchange.

Coders went to teachers classroCms according to the prearranged

schedule and were generally introduced by teachers to the students as

"someone wanting to observe the class" and were seated in,an unob-
.

strusive'position to the side of the classroOm. After briefly

;



8.

.familiarizing themselves with the classroom procedures and with the

subject of discussion, the-coders would record the date,,subject

matter, time, teacher sex and race, .student sex-race composition in

the class and begin to code teacher-student verbal interactions.
t.

Only classroom observations of ten minutes or longer were in-

eluded in the data analysis, with the length of classroom obser-

vations ranging from 10 minutes to 43 minutes with a mean observation

tille of 21.79 minutes and a standard deviation,of 6.65 minutes.
OA,

The, observational instrument was a modified version of the-Brophy-

Good Dyadic I teraction Observation System (Brophy & Good, 1970).

This system y elds a variety of qualitative and quantitative measures

of student-te cher interactions, separately recorded for each student

in the class. The coding procedure was modified for this study in

order to distinguish among behaviors associated with individual stu-

dents of various ethnic groups. Only,public classroom behaviors di-
"

rected to or fr.= individuals of the class were coded. Each time. an

interaction was coded the sex and race of ehe student participating

in that interaction was also coded.

While the Brophy-Good Dyadic Interaction System is generally

well known, it should be pointed out that the System records three

bat4ic types of teacher-student interactions.. Categories.1-13 refer

to academic response opportunities.' Of the -academic response oppor-

.tunities, the number of prOcess questions and the number of product

questions are categories of types'of teacher.? questions. ProcesS

questions require students to verba,lly explain the problem-solving-

t,



9.

steps or strategies used in arriving at a conclusion, while product

.questions require a single word or short answer from students usually-

reporting factS from memory.

Categories 14-18 refer to teacher questions or statements'dealing

with routine classroom management and procedures, and categories 19-24

refer to student initiated interaction. Most of the teacher-student .

interactions variables are self-evident from their tit1e3.

Reliability for the 14.coders was obtained by having each of the

observers'code a 15 minute-videotape recording of a fifth grade math

lesson. While this was not the most desirable p.,,ethod, it was the only

one available for this particular study.. Reliability was computed as

the number of agreements divided by tt he number of agreements plus dis-
.

agreements plus omissions multiplied by 100 for each pair of observers.
.1

The average reliability was 80%. The primary reason for the low relia-

bility was the difficulty encountered by the observers in attempting

to code the sex of the student. T6s was particularly difficult be-

cause the videotape camera was, situated in the back of the room and

voice tone was often the only cue possible in obtaining the sex identi-

fication. Observers reported that they had no.problems coding the

race and sex variables in the classroom setting.

Data Preparation and Analysis

The raw data from, the Brophy-G(AA Dyadic Interaction Observation

System were modified to allow for the analysis of possible dispro-

.

\

portionate instructional opportunities among teachers and students of



10.

different-racial f;roups.-- Raw scores of each category of student t-.!x

and race were transformed into a standardized score based on. that

group's representatiOn within a given observational category pro-
. ),

portionate to its rep-:esentation of stildents in the classropm. , The'.

standardized scort.s were calculated.by using the following formula!'

Standardized Score .

Total Number of interactions Total Number of
for /11.-iable in a given Students ip the
student sex-race categor ClaSs

v'
Total Number.of Inter- Total Number:of .

actions Cot Variable X Students in the
spx-race cptegory

where variable x equals for example response opportunity.category such

as product question.

Calculations of these standardized scores were done only in in-

stances' where a particular intenaction observational category Occurred -

during the 'classroom observations and where students of, a particular

sex-race category were
/

present at that

Results'

The effects of student and teacher sex and race.on-teacherstudept

interactions mere examined in a series of four-way ANOVA tests..

of the 'student-teacher interaction categories were eliminated -from

the analyses, however, because the frequency of occurrence in be-

haViors in these categories Was too low for meaningful statistiCal
.

analysis. The categories.eliminated_were: .teacher ignore student

behavior, teacher non'-intervene in Student behav.f.or, teacher prse.
1

12



sNdtnt behavior, tcycher 'nt be-

havior, teacher-criticie student initiated cst

four were. non-acadergc .E.;tudent-ther inte- while

the fifth was a student-initiat behavior..

lablc 2 shows the number of standardized dependent variables

(out of a total of 19) fo:..which eacb effect reached statistical sig-

nificance ( <0c). .T.o illustrate the 1,mpact of the various main

effects and int,eractions, the binomial probabilities for obtaining Ni19

repeated significant tests_is also shown in Table-2. (This binomial

probability should be Interpreted cdntiously, hoWever.. since, to, a

degree, the dePeadent variables wrre correlated.with each other).
'

:Insert Table 2 About Here

For the standardized variables; the number of total mal.n. effects

, reaching the, .05 level (11 of 19) was in itself significant, based on

the binomial fteorem (p.<.(5001). _On the one-way.tests, sex and .race

of student p'reve'd to'be potent' classifying variables for nonacademic

behaviors'. . every case where student sex was found to be a signi-

ficant variale, males rec4ved a greater proportion of the variable

than'femalts 4?.g., males received a greater propprtion of product

th n -females). A similar consistency was found for the

ract variable, with' black students engaging in instructional o ivi-

ties to a gn!:iter extent than White students on each dependent variable

Which wassi.mificant in the ANOVA.
:I ,

I
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The. matl(pmatical computation of the standardized vatiables

suppressed differences betweEm teachers. The standardizing was dene

within each individual teacher's class rather than 1 yF!en classes

of different teachers. Where one standardized variable , W (Or

high) for a particular student race-sex combination in a specific

teacher's class, other studert race-sex cOmbinations for that variable..

i had to be high (or low) in roughly an equal but opposite direction.

For mly given standardi;:ed variable, after allowing for rounding and

skewedness errors, the mean for all possible student:race-sex combi-

nations in any given teacher's class would be 1.0; thus, the ANOVA

tests would be unable to c!iscern al:y significant main effeets based

solely on teacher sex or race. The.test,s could, of course, still. de-

tect interactions between student and teacher characteristics. The

main statistical advantage of the standardized variable is tl provide

an a...curate picture of the first order interaction effects in a way

which controls for the variations in rate due solely to teacher tharac-
.,

teri,;tics.

Two of the two7way interactions were significant often enough

day the number of significant testS was in itself significdnt:- racel

of student by race of teacher (7 of 19 tests significant, 2.X.0001

wder the binemial theorem), and rasce of student by sex of,teacher

!

(5 of 19 tests significant, 11(.002 under the binomial 'theorem) . In

'loth cases, the majority of the significant two-way interadtions oc-

curred in the academic response dependent measure variables.:-'

14



A series ofliewman-Keuls (Winter, 1971) contrast tests were per-

'formed on significant two-way interactions. These tests compared-the

differences between means for each of the six possible comparisons

for the four,groups entering into the s5' ioant two-way interactions.

The results of these tests are Table 3. In

general-, they tend to show a "cross-racc -Jet, with, the-,group means

being lower for teachers of the same race as the student-than for

teachers of a different race from the student. All of the-significant

results presented in Table 3 are on academic variables and .

occurred on Justthree dependent variables: product questions,/student---:'

gave incOrrect answer, and teacher gave answer. Newman-Keulstests

on the student behavioral and student initiative variables produced

no significant results.

Insert Table 3 About Here

The pattern of differences detected in the significant Newman-

Keuls tests were almost universally present in all thirteen 'of the

academic variables, even though the statistical tests were not sig-

nificant on all of them. The "croSs race" means were almost always

higher than the "same race" means.

Discussion

Main effect analyses showed that where a'main effect was sig-
\

nificant for race of student, in every case Black students receivea'

a greaeer proportion of ihe Variable than white Students. Thus Blacks

15



14..

received a greater proportion of product questions, gave no response

to more questions, received more criticism from teachers for their

behavior, had more self-initiated queStions or relevant comments, were

the recipients of greater teacher noli-acceptance of a student question

or response and received morr -Aback to a student .;r1

or -ponse. This final with.the. results pre!'ented

by Gay (1974) and by Rubovits and Maehr (1973) which showed that white

students received far more attention from teachers than Black students.-

In the Rubovits and Maehr (1973) study the teacilers were all White pre-

service teachers whereas the teachers in.this sample were all Working

teachers of which 53% were Black. In most classroom studies where

i race has been an important variable the effects have net-been-ay-1 ::ed
1,

I

,

.

i in terms of student race ,.g. Barnes, No 6; 3yalick & Bersof. 974)
4.

21 and few other studies ex' to clarify ilesc onflicting esults

Clearly more data will b, _eded before this offect is understoo_

The main effect ana Ls Of the sex variable showed that mal,

students received a greater proportion of instruction than female

students. This was true for each of the following 12 cases in which

statistical significance 4as obtained: product qUeStions, studentn not
. I

volunteering, Students did volunteer, student: gave correct answer,

l

:student gave incorrect Lnswer, teacher critzedi
f

student_answer.

\ 11

11

teacher asks a new ques ic teacher criticizes ehavior, student asks

-

a question or makes a r, --,-ant response, student.asks an irrelevant

qUestion or makes an irrei vant response, teacher doesn't accept a'

16



15.

student question or response, and teacher gives feedback to a student

question or response. These results are highly consistent with those

obtained by Good, Sikes & Brophy .(1973). The variables on which sig-

nificance was obtained also illustrates that male students both .initi-

ated more instructional contact from teachers and that teachers initi-

ated more instructional contact with m-' than with females.

The lack ofany significant 2-way interactions involving the

teacher sex and student sex variables suggests clearly that-while male

and female.students behnve dierently in the clasaroom that male and

female teachers treat male and c.Male students rA,milarly. !Thus the

same pattern of greater acti -y

'both male and female teachers

shown to occur repeatedly'wi:'

1973) also occurs with male tec,,

-calling for .111e sexual balanc=.7. c

notion of cferential

student sex variables (Grambs

1968) derives no support from

Analysis of the race of

showed that Black Stueents of hit

students of white teachers

ing variables: product questions,

teacher repeated the question.

actions no significant differenc

ocCurs in.the classrooms of

same pattern which has been .

teachers (Good, Sikes & 3rophy,

7 The arguments of some educators

aching staffs based upon the

:r aS a function of teacher and

tje7, 1966_;_21cNeil, 1964; Peltier,

.resent data.

bTrace of student interzion

eachers as compared with lite;.

reater proportions of the follow-.

.'ent gave.in:rrect answer and

of the other possible inter-

,717e obtained suggeating that on'



the whole the interaction patterns between Black and white teachers

and Black and white students are far more similar than they are differ-

ent. Similar findings hirve been reported by other researchers.(e.g.

Barnes, 1973 ; Mangold, 1974 ) wherein they report that only a-very

small number of significant differences were observed in the inter-

action of teacher and student races.

It is.the case however, that.the "cross race pattern" fonnd

the significant Newman-Keuls tests 7ere universally present, though

not significant-in all of the thirteen academic variables. This

pattern.should be more closely examined-in :future research in this area.,

as it is consistent with the findings-of other research (Brown, Payne,

-Lankewigh & Cornell, 1970; ByalickoS Bersoff, One,possible

explanation for its occurrence in this study would be the possibility

that :.Eite teachers overcompensated in their interactions with Black

children in an attempt to make the patterns appear to be equal. Though

: the teachers did nOt knou the details.of the obserVation system or

the particulars of vhat the.obServers were.looking at, surely they had .

the.expectation,that in recently desegregated schools, the instruction-

al opportunities presented in the :classroom should be proportionately

distributed among Black and white:equally:.

The race of teacher, sex of student interaction resulted in the

finding that Black students of female teacher's received more product

questions than white students oCfemale teachers, and that Black

students of female teachers gave-pore correct answers tban did Biack
I

18
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students of male teachers. Because of t small number of effects

whichl were found to be significant Ooncezning the interaction of'these

yariables, the authors suggest that not too much importance ought to

.

b' attached to theSe results unless they are replicated by further

studies,

Because the number of significant effects were lower than chance

as determined 'oy the binomial theorem none of \the means in the other

significant interactions were subjected to pest hoc .comparisons. .

Thus when looking at the patterns O: classroom interaction as a. function

of race and sex of 'student, sex. of student and face \teacher and

race and sex of teacher, the interaction patterns appear eo be'indis-

tinguishable.

resulzs of this study clea:71,Y indicated that Black.students

and males received a gre:iter proporti.-n of the classroom interactions

than did white students or females; t t both male and female teachers

acted in very ways with male aud female students; and that

there exists the possibility of a "cross race" effect betWeen

teachers and theLr students with Black students receiving more. than

their fair.shc!.ra of Ole interacliocC7-4-

On the whole these' re ults preSent a very mixed bag. On the

one han&one 'does not find 'blatant kind of discrimination eithez- in

terms of sex or racE discrimination; On the other hand many of the

findings.which we obtained are importantenough in terms of the

,educational and Fc,_ietal conSequences to be of concern to educators,

parents and reseners alike.

19
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a.

'Table 1. Distribution of Teachers in Sample By

Grade Level

Sex, Race And Grade Level

-

Black Whites I

Males Females Males '

Elementary.
(Kdg-5th) 3 ! , 84

Middle School
(6th-8th)

High $chool-
(9th-12th)

Total's'

12 40

11
. _ _ --

22 1

.>

18 15

142 I 48

Females Totals

60 158

25 99

. 12 49

97 306

,4



DEPENDENT

VARIABLE

Table 3

Statisticallly Significant: Comparisons

On the Newnaa-Keuis Tests

GROUP WITH

LOW 'MEAN

GROUP WITH )

RR MEAN ,

PRODUCT QUESTIONS WHITE TEACHERS WHITE TEACHERS 3,753 4,1122 .05

WHITE STUDENTS WHITE STUDENTS

INCORRECT ANSWER PITE TEACHERS

WHITE STimENTS .

WHITE TEACHERS

BLACK STUDENTS

REPEATE6' QUESTION WHITE,TEACHERS WHITE TEACHERS,

WHITE STUDENTS WHITE STUDENTS

PRODUCT QU'ESTIONS TEMALE TEACH'ERS FEMALE'TE1JERS

WHITE STUDENTS BLACK STUDENTS

2e

D 'CORRECT ANSWE ,MALE TEACHERS

BLACK STUDENTS

FEMALE TEACHERS

BLACK STUDENTS'

3.726 4,589 ,05-

3i764 3,422 .05

3 805 4 1'116 ,05


